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Abstract
This study explored the construct of self-efficacy and
provided information about its relationships with
intelligence, academic achievement, social skills, and
family variables.

Specifically, a correlational analysis

examined the associations with academic and social selfefficacy, intelligence, academic achievement, and social
skills.

Exploratory univariate analyses investigated

whether self-efficacy beliefs differed for students with
varying family structures.

Multiple regression analyses

were utilized to determine significant predictors of
self-efficacy.

The results of the analyses indicated

that academic self-efficacy was significantly correlated
with intelligence, three areas of academic achievement,
and social skills.

Social self-efficacy was

significantly correlated with social skills and two areas
of academic achievement.

No differences in self-efficacy

beliefs for students with varying family structures were
found.

Additionally, the multiple regression analyses

provided evidence that intellectual ability, academic
achievement, social skills, and family income could
significantly predict academic self-efficacy, and that
social skills and mathematics achievement were the best
predictors of academic self-efficacy.
v

The aforementioned
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variables also significantly predicted social selfefficacy, and social skills and written language
achievement were the best predictors of social selfefficacy.

Both regression analyses accounted for a

sizeable amount of variance and reached significance.

Self-Efficacy

Efficacy is the ability to be effective in dealing
with one's environment.

It involves a complex process

whereby cognitive, social, and behavioral skills are
organized into a course of action (Bandura, 1977a, 1977b,
1978, 1982a, 1986).

Self-efficacy is a person's belief

that he or she is capable of organizing and performing a
successful course of action (Bandura, 1977a; Keyser &
Barling, 1981; Schunk, 1984).

Many times success is

achieved only after alternative forms of behavior and
strategies have been generated and performed.

A person

must feel capable of performing the task before he/she
will persist at the task.

People who doubt their self-

efficacy will quickly give up, even though they may
possess the requisite skills for success.

A person must

believe that he or she can effectively perform these
skills to have self-efficacy (Bandura, 1982a; Schunk,
1984).
Much research has examined and evaluated Bandura's
self-efficacy theory during the past 12 years.

The

purpose of the present study was to further explore some
facets of the nomological network of self-efficacy which
have received little investigation.

These facets include

the relationships between self-efficacy and the
1
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constructs of intelligence, academic achievement, and
social skills, as well as the relationships between selfefficacy and various familial variables such as marital
and socioeconomic status.
Self-efficacy is only one theory which has been
proposed to explain the relationship between cognitions
and learning and social behaviors.

Other popular

theories include locus of control as proposed by Rotter
(1966), learned helplessness as discussed by Seligman
(1975), and attributions as reviewed by Weiner (1972a).
A brief review of these theories and an extensive review
of self-efficacy will now be presented.
Literature Review
Locus of Control
Some researchers (e.g., Lefcourt, 1981; Rotter,
1966) believe that in achievement situations, children’s
behavior is influenced by their locus of control beliefs.
Locus of control (LOC) can be thought of as a generalized
expectancy for internal or external control of
reinforcements (Rotter, 1966).

A person has "internal

control" if he/she believes that outcomes are contingent
on his/her behavior or on relatively stable
characteristics like ability.

On the other hand, a

person has "external control" if he/she believes that
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outcomes are the result of factors beyond his or her
control (e.g., luck, task difficulty, powerful others)
(Rotter, 1966).
Locus of control can affect achievement behavior
through the expectancy that reinforcement will follow
certain behaviors (Rotter, 1966).

When students have an

internal locus of control and believe that their behavior
influences outcomes, academic success should increase the
likelihood of future instrumental academic behaviors.
However, if no contingency is believed to exist between
behavior and outcomes (i.e., external LOC) academic
mastery may not increase the expectancy of success or
increase the likelihood of important academic behaviors
(Rotter, 1966).
Locus of control also is related to intellectual
functioning.

Lachman (1986, Lachman & Leff, 1989)

utilized the locus of control construct and examined how
it relates to intellectual functioning.

In Lachman's

1986 study, she compared college students and elderly
adults on Levenson's (1974) locus of control instrument
and the Personality in Intellectual Contexts Inventory
(PIC) (Lachman, Baltes, Nesselroade, & Willis, 1982).
The PIC assesses attributions and thoughts about control
over intellectual functioning.

Lachman's (1986) results

indicated that the elderly were more external than
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college students on the intelligence dimensions of the
PIC.
Lachman and Leff (1989) examined how LOC and
intellectual functioning changed over a 5-year period for
elderly adults.

They also used the Levenson (1974) LOC

scale and the PIC.

Their results showed that significant

changes occurred for intellectual control beliefs.

In

particular, these elderly adults reported an increased
dependence on others to carry out cognitive tasks.
Future elaborations of the locus of control theory
(Rotter, 1975) further clarified the relationship between
LOC and academic achievement in students.

The value of

the expected reinforcement was added as an important
predictor of the occurrence of relevant academic
behaviors.

Thus, in order for such behavior to occur,

students must expect that their behavior effects
particular outcomes and they must value these outcomes.
For instance, even with the belief that one must study to
attain a high grade on a test, if this high grade isn't
valued the student may not study for the test (Evans,
1987).
Attributions
This reconceptualized LOC theory is similar to the
expectancy-value theory of motivation discussed by Weiner
(1972a).

Weiner (1972a) hypothesized that both the
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expectancy that the behavior will lead to a certain
outcome and the incentive value of the outcome jointly
determine the performance motivation for a student.
Weiner's approach (1979) in examining determinants of
classroom achievement has been attributional.

His main

postulates are that a relation exists between student's
attributions for academic success/failure and
achievement, and that individuals have different beliefs
about the causes of their successes and failures.
Attributions begin with the question "why?".

For

instance, a student may ask "Why am I failing math?".
Weiner (1979) proposed that attributional determinants of
achievement could be classified into 3 general areas:
locus of cause (internal vs. external), stability (stable
vs. unstable), and controllability (controllable vs.
uncontrollable). The stability dimension affects
cognitive changes in expectancy following success or
failure (Weiner, 1979).

If success occurs, and the

causes for that success are perceived to be stable or
unchanging, then the prospect of success will have an
increase in expectancy.

On the other hand, if the causes

are believed to be unstable, then there will be some
doubt that the same outcome will occur.

Self-Efficacy
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Learned Helplessness
Learned helplessness has been proposed as a
determinant of the relationship between cognitions and
behavior (Seligman, 1975).

Learned helplessness theory

states that uncontrollable events affect both motivation
and cognitions.

The belief that an outcome is

independent of responding (i.e., uncontrollable) reduces
the motivation to control the outcome and interferes with
learning that a response could control the outcome
(Seligman, 1975).

Cognitive distortions may occur which

make learning more difficult, even when a response is
successful.

According to learned helplessness theory,

individuals may come to believe that they are "helpless"
to control events because they believe that success and
failure are independent of their actions.

When this

occurs, motivation to change the situation decreases
dramatically (Seligman, 1975).
Learned helplessness has been shown to occur in
academic situations with students.

Dweck and Reppucci

(1973) demonstrated that after a failure experience, a
group of children did not perform the response required
to succeed even though they were able to do so.

They

found that these children took little personal
responsibility for their successes and failures.

The

responsibility they did take was attributed to their
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ability (something they couldn't control) rather than to
their effort (something they could control) (Dweck &
Reppucci, 1973).
In a related study, Dweck (1975) also identified a
group of helpless children.

She had 2 experimental

conditions, a success only group where the children were
only exposed to situations where they achieved success
and an Attribution Retraining group which taught them to
take responsibility for failure and to attribute it to
lack of effort.

Dweck's (1975) results showed that the

latter group had greater increases in their future
performances.

Additionally, the Attribution Retraining

group showed an increase in emphasizing low motivation as
a determinant of failure (Dweck, 1975).
Self-Efficacv:

A Conceptual Overview

Self-efficacy theory also has been utilized to
explain the relationship between cognition and behavior.
Self-efficacy theory was originally developed as a way of
predicting psychological changes resulting from different
modes of treatment of phobias.

Bandura (1977a) proposed

that psychological procedures alter the level and
strength of self-efficacy.

In turn, self-efficacy

beliefs influence the types of things people do (Bandura,
1977a).

People avoid doing things which they believe

exceed their abilities, but they attempt and confidently
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perform those activities that they believe they are
capable of doing.

Efficacy expectations are thought to

determine the amount of effort and time people spend
trying to deal with the environment in the face of
obstacles and negative experiences (Bandura, 1977a,
1982b).

If perceived self-efficacy is strong, efforts

are more active.

Efficacy beliefs alone will not

guarantee successful performance if the requisite skills
are missing.

Having the requisite skills does not

guarantee performance if low motivation exists to perform
these skills.

However, if skills and motivation are

present, efficacy expectations are a major determinant of
what people will do, how much effort they will employ,
and how long they will persist (Bandura & Cervone, 1983).
Individual's judgments of their capabilities also
influence thought patterns and emotional reactions in
dealing with the environment (Bandura, 1986).

People who

believe that they are inefficacious in coping with
demands tend to focus on their inefficiency and
exaggerate potential difficulties.

In contrast, people

who have a strong sense of efficacy focus their attention
and effort on the demands of the task and minimize
potential difficulties (Bandura, 1986).

Thus, self-

efficacy percepts, as proposed by Bandura (1977a, 1982b,

Self-Efficacy
9

1986) are believed to be a strong mediating variable
between cognition and behavior.
Self-efficacy information is derived from four
primary information sources:

performance attainments,

vicarious experiences of observing other's performance,
verbal persuasion, and physiological states (Bandura,
1977a, 1982a, 1986).

Self-efficacy beliefs are the

product of an intricate process requiring the cognitive
processing of these diverse sources of efficacy
information (Bandura, 1989a).
Performance attainments are the most influential
source of efficacy information because they are based on
one's own experience (Bandura, 1977a).

A successful

experience raises efficacy appraisals, while repeated
failures lower them (Schunk, 1984).

However, after a

strong sense of self-efficacy is attained from repeated
successes, occasional failures will not greatly affect
efficacy beliefs.
Vicarious experiences can raise self-efficacy
beliefs by seeing people perform successfully (Bandura,
1977a; Schunk, Hanson, & Cox, 1987).

People may believe

that if someone else can do something, they should be
able to as well.

Alternately, self-efficacy expectations

can be lowered by watching someone fail at something
despite high effort (Zimmerman & Ringle, 1981) .
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Several factors nay nodify the effectiveness of
vicarious experiences on perceived self-efficacy
(Bandura, 1977a, 1986; Schunk, 1987).

First, vicarious

experiences are nore influential when people have had
little prior experience on which to judge their personal
competence.

Second, when outcomes are clearly apparent,

vicarious experiences will be more influential.

Finally,

when the person observed performing the task has some
things in common with the observer, the effectiveness of
vicarious experiences will be enhanced (Schunk, 1987).
Verbal persuasion can increase self-efficacy to the
extent that the persuasion leads to greater effort which
results in success (Bandura, 1977a; Relich, Debus, &
Walker, 1986).

This success will then create a sense of

personal efficacy.

However, if the persuasion doesn't

lead to greater effort or success, efficacy will not be
enhanced (Schunk, 1982b).
Finally, physiological arousal state can enhance
self-efficacy beliefs if the success is attained when the
person has low to moderate physiological arousal
(Bandura, 1977a).

High arousal usually inhibits

successful performance.

Thus, because success is more

likely to occur under low to moderate arousal states,
efficacy also is more likely to be enhanced under such
conditions.

Self-Efficacy
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Cognitive processing plays an important role in
determining the effect of efficacy information obtained
from these four sources (Bandura, 1977a).

In this

notable treatise on self-efficacy, Bandura (1977a) stated
that information acquired from the self-efficacy
determinants does not influence self-efficacy directly.
Instead, the effectiveness of the information depends on
how it is cognitively appraised and processed.

Such

processing involves two components (Bandura, 1986).

The

first component regards the types of information people
attend to and use as indicators of personal efficacy.
Each of the four determinants of efficacy information has
its unique set of efficacy indicators.

The second

component relates to the process whereby people weight
and combine the efficacy information obtained from the
different sources.
Bandura (1977a) states that the social, situational,
and temporal circumstances under which events occur
factor into the appraisal of efficacy information.
Additionally, a major tenet of this investigation
proposes that the overall cognitive ability level of the
subject, as measured by an intelligence test, also
relates to self-efficacy beliefs.

Because cognitive

processing of efficacy information is required for the
formation of efficacy beliefs, it may be that individuals
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with lower cognitive ability levels have a more difficult
time processing and integrating efficacy information,
which might then lead to lower self-efficacy beliefs.
However, no research has documented this.
Although perceived self-efficacy is functionally
related to behavior, several factors may affect the
strength of the relationship (Bandura, 1982a).
Discrepancies may occur between self-efficacy beliefs and
behavior due to faulty self-knowledge, unforeseen
situational constraints on action, misjudgments of task
requirements, inadequate judgments of performance, or
disincentives to act on perceived self-efficacy beliefs
(Bandura, 1982a; Schunk, 1984).

Here again, the role of

cognitive ability level would seem pertinent.

Persons

with lower cognitive ability levels may be more likely to
inaccurately assess their self-knowledge, their
performance, or the task requirements.

In turn, this may

affect their self-efficacy beliefs and attenuate the
relationship between self-efficacy and behavioral
performance.

Alternatively, persons with lower cognitive

abilities may have lower skills which would lead to
decreased performance attainments and lower self-efficacy
beliefs.

This alternative could be tested by examining a

person's skills as well as self-efficacy beliefs.
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In self-efficacy theory, Bandura (1977a)
differentiated between efficacy expectations and outcome
expectations.

An efficacy expectation reflects the

belief that one can successfully execute the required
behavior to produce a given outcome.

Outcome

expectations reflect the belief that a certain behavior
will lead to a certain outcome.

Efficacy and outcome

expectations are differentiated because one may believe
that a certain behavior will result in a certain outcome,
but may not believe that he or she can perform the
behavior(s) required to produce the outcome.

Conversely,

a person may believe that he or she can perform a
behavior, but may not believe that the behavior will
produce the desired outcome (Bandura, 1977a).
In summary, self-efficacy is the belief that one can
perform an action or set of actions that lead to a
certain outcome.

Such beliefs are hypothesized to be

influenced primarily through performance attainments,
vicarious experiences, verbal persuasion, and
physiological arousal states (Bandura, 1977a; Schunk,
1982b; Schunk, 1984; Zimmerman & Ringle, 1981).
Cognitive processing of efficacy information is important
in the formation of efficacy beliefs.

Additionally,

efficacy beliefs are differentiated from outcome
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expectations, which are beliefs that performance of a
behavior will result in a certain outcome.
Family Variables Affecting Self-Efficacv
A child's initial sense of personal efficacy arises
from interactions with his or her family and environment
(Bandura, 1981).

Infants soon learn that certain actions

bring distinctive results.

Such learning provides the

beginnings of personal efficacy beliefs.

These first

efficacy experiences are centered in the family.

Bandura

(1981) suggests that there are several family structure
variables which create different references for efficacy
appraisal.

These include the number of siblings and how

far apart they are in age.

Bandura (1981) proposes that

one area which needs to be investigated pertains to how
different family structures affect a child's sense of
self-efficacy.

In particular, Bandura (1981) lists the

following research questions:

(a) Is there a difference

between self-efficacy beliefs of first born or only
children and children with at least one sibling?,
(b) Does ordinal position exert differential effects on
achievement or social self-efficacy?, and (c) Do selfefficacy beliefs differ for children with siblings close
in age as opposed to children with siblings spaced
farther apart?

Other structural family differences which
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may affect self-efficacy include the number of siblings,
parental marital status, and family socioeconomic status.
Conceptual Issues with Self-Efficacv Theory
The major conceptual problem with self-efficacy
theory resides primarily with the terminology, which is
somewhat inconsistent and ill-defined.

Various

researchers have used the following terms when discussing
self-efficacy: (a) response-outcome expectations,
(b) efficacy expectations, and (c) outcome expectations
(Evans, 1987).

Response-outcome expectations are defined

as an objective belief that a given behavior results in a
particular outcome (e.g., studying results in good test
grades). An efficacy expectation is a personal belief of
one's ability to execute certain behaviors (e.g., "can I
introduce myself?").

Outcome expectations refer to

whether the individual believes that once the behavior is
performed, certain outcomes will follow (e.g., "if I
study, I will do well on the test") (Bandura, 1982a).
The conceptual premise that efficacy beliefs and
outcome expectations are critical motivators of behavior
is accepted by most researchers.

However, the

variability in terminology no doubt hinders complete
understanding of the theory and its applications (Evans,
1987).

For the area to continue its empirical

development the terminology needs to be consistent.

Self-Efficacy
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Another conceptual consideration relates to the
indeterminacy of the relationship of self-efficacy to
other behavioral mediators such as competence and
incentives.

Kazdin (1978) questions how competence and

incentives for performance can be assessed independently
of self-efficacy.

He believes that researchers need to

determine how self-efficacy is important when competence
is developed and incentives are available.

Further,

Kazdin (1978) states that self-efficacy theory needs to
specify when competence and incentives are at
"appropriate" levels to allow self-efficacy to dictate
behavior.

Kazdin (1978) concludes that the clarity of

self-efficacy theory may depend upon specification of
precisely how competence and incentives relate to
performance.
Despite the aforementioned criticisms, self-efficacy
is still a valid theory.

Self-efficacy, as well as other

"self" constructs, cannot be operationally defined.

This

makes it difficult to confirm its existence or prove that
it differs from other "self" constructs.

Byrne (1984)

states that construct validity must be established when
an instrument has been developed for a construct which
cannot be operationally defined.

This can be

accomplished through examination of the construct's
nomological network.

This involves examining the
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instrument's internal structure, and examining
correlations with the instrument and other instruments
which measure related constructs as well as mutually
exclusive constructs.
Many similarities do exist between self-efficacy and
other "self" constructs (e.g., some type of self belief
is believed to be instrumental in determining behavior).
However, an important strength of self-efficacy theory is
its emphasis on beliefs about behavior and how it affects
the surrounding environment.

If a person doesn't feel

capable of performing a certain behavior which could have
a desired effect on the environment, he or she could be
taught this behavior.
Another strength of self-efficacy theory is that a
measure has been developed which has demonstrated some
construct validity for self-efficacy.

This measure is

called the Student Self-Concept Scale (SSCS) and it will
be elaborated on in the next section.
Self-Efficacv Measures
Bandura (1977a) first devised a scale to measure
self-efficacy which requires subjects to rate the
strength of their expectations that they can execute a
certain behavior.

Bandura (1977a) described his scale as

a 100 point probability scale which has 10 unit intervals
with 10 being "quite uncertain", 50 being "moderately
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certain", and 100 being "certain".

Subjects circle the

number which most accurately reflects their efficacy
beliefs.

Many researchers have used a similar 100 point

scale in their measurement of self-efficacy beliefs.
However, some researchers have developed their own unique
self-efficacy scale.
Schunk (1988) has conducted much research on selfefficacy.

His self-report efficacy scale is similar to

Bandura's and has values ranging from 10 to 100 in
intervals of 10.
points:

Verbal descriptors occur at several

10 = "not sure", 40 = "maybe", 70 = "pretty

sure", 100 = "really sure".

Schunk (1988) has students

practice rating their perceived efficacy on a concrete
task to familiarize them with self-efficacy judgement
before they rate their efficacy for the experimental
variable.

Schunk (1988) has used his scale in research

examining academic achievement and self-efficacy
percepts.
Self-efficacy scales for children have been
developed to measure creativity beliefs (Schack, 1986),
scholastic self-efficacy (Keyser & Barling, 1981;
Stedtnitz, 1986), and self-efficacy for social
interactions (the Children's Self-Efficacy for Peer
Interactions or CSPI, Wheeler & Ladd, 1982).
Additionally, a multidimensional scale which measures
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self-efficacy for both academic and social behaviors was
developed by Gresham, Evans, and Elliott (1988b), and was
called the Academic and Social Self-Efficacy Scale
(ASSESS).
There does not appear to be a "best" way to measure
self-efficacy beliefs.
item content.

Scales vary widely in format and

Several researchers have developed

seemingly adequate scales using different formats.

This

proposal suggests that scales which are behaviorally
based, require subjects to rate their confidence in
performing behaviors, measure efficacy beliefs in
different domains, and measure both efficacy beliefs and
outcome expectations have face validity and appear to be
the most promising measures of self-efficacy.
One such scale which meets the validity criteria is
the Student Self-Concept Scale (SSCS) (Gresham, Elliott,
& Evans, in preparation).
standardized and published.

This scale is currently being
Although it is called a

self-concept scale, it actually measures efficacy beliefs
in general and in the academic, social, and physical
domains (Gresham et al., in preparation).

Additionally,

the SSCS contains some items measuring outcome
expectations.
The SSCS is a modification of the ASSESS which was
developed to assess student's self-efficacy judgments and
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to predict academic achievement and sociometric status
(Gresham et al., 1988b).

The ASSESS contained 28 items

reflecting academic and social self-efficacy and outcome
expectations.

Gresham et al. (1988a, 1988b) gave the

ASSESS to 336 students and found that academic selfefficacy beliefs were good predictors of academic
achievement and social self-efficacy beliefs were good
predictors of sociometric status.

Additionally, Gresham

et al. (1988a) found that mainstreamed mildly handicapped
students had lower academic and social self-efficacy
beliefs as measured by the ASSESS than non-handicapped
students.
The SSCS contains the academic and social selfefficacy and outcome expectation items from the ASSESS as
well as items measuring general and physical selfefficacy beliefs and outcome expectations.

During the

initial validation study of the SSCS, significant effort
was employed to establish the construct validity of the
scale (Kendell, 1988).

This was accomplished by

examining the instrument's internal structure and
external relationships with other similar constructs as
suggested by Byrne (1984).

The SSCS was found to have an

internal consistency coefficient of .92
factor structure.

and a stable

The scale also demonstrated

significant relationships with measures of self-concept,
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social skills, and sociometric status (Kendell, 1988).
This scale could play a major role in the future of selfefficacy research because it provides a standardized and
psychometrically sound means of measuring the construct.
The Gresham et al. (1988a, 1988b) and Kendell (1988)
studies provided some information on the construct
validity of the SSCS.

However, other constructs, such as

intelligence, are also in the nomological network of
self-efficacy.

Additionally, the relationship between

self-efficacy and academic achievement as measured by a
standardized, individually administered achievement test
has not been investigated.

It is suggested that such

research needs to be done to provide more information on
the construct validity of the SSCS.
Relationships with Self-Efficacv
Self-efficacy beliefs have evidenced significant
relationships with many other constructs including:
sociometric status (Gresham et al., 1988b; Kendell,
1988), self-concept (Kendell, 1988; Wheeler & Ladd,
1982), social skills (Kendell, 1988), memory (Bandura,
1989), aggression (Perry, Perry, & Rasmussen, 1986), peer
interaction (Ollendick & Schmidt, 1987), educational
classification status (Gresham et al., 1988a), academic
achievement (Schunk, 1988), teaching behavior (Gibson &
Dembo, 1984), reading and writing ability (Shell, 1988),
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cognitive developmental level (Kaley 6 Cloutier, 1984),
overall school achievement (Hillman, 1984), and teacher
and parent inferred self-efficacy beliefs (Gresham et
al., 1988a; Kendell, Hebert, & Gresham, 1989).

Research

relevant to the current study will be highlighted next.
Schunk (1984, 1988) has conducted several
examinations of specific self-efficacy beliefs and
academic achievement.

Most of Schunk*s research involves

measuring a student's self-efficacy for solving certain
mathematics problems and then attempting to manipulate
that belief through goal setting, feedback, modeling, or
rewards.

Then, he examines changes in mathematics

performance.

For example, Schunk (1985a) found that when

students set proximal goals their self-efficacy was
enhanced and they made faster progress in their
mathematics curriculum.

Schunk (1983b) found that giving

students performance feedback enhanced their selfefficacy beliefs as well as their academic performance.
Schunk (1984, 1988) has demonstrated much success in
increasing academic performance by enhancing selfefficacy beliefs.
Several investigators have examined the relationship
between self-efficacy beliefs and social behavior.
Gresham et al. (1988b) demonstrated that social selfefficacy beliefs predicted children's sociometric status.
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Kendell (1988) provided evidence that students with
higher self-efficacy scores are more likely to be
sociometrically classified as popular while student's
with lower scores are more likely to be classified as
rejected.

Here, self-efficacy was measured by the SSCS

and sociometric status was determined by peer
nominations.
Wheeler and Ladd (1982) found that children's selfefficacy for peer interactions correlated significantly
with a play nomination sociometric measure, with a peer
rating of social influence, and with a teacher rating of
social efficacy.

Moreover, Ollendick and Schmidt (1987)

found that outcome expectations and peer preference
values were significant predictors of peer interactions.
Social skills have also demonstrated significant
relationships with self-efficacy.

Kendell (1988) used

the Social Skills Rating System (Gresham & Elliott, 1990)
as the measure of social skills and the SSCS (Gresham et
al., in preparation) as the self-efficacy measure.

These

analyses revealed significant correlations between
elementary student's and junior and senior high student's
social skills and self-efficacy beliefs.
Bandura and others have provided much research
documenting the effects of the four hypothesized
determinants of self-efficacy beliefs, however, this
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proposal suggests that more research needs to focus on
the construct itself.

Specifically, more information is

needed which examines the nomological network of selfefficacy.

Previous research has examined some of the

relationships within the nomological network of selfefficacy.

The highlights of this research will be

summarized next.
Summary of Self-Efficacy Theory and Relevant Research
Self-efficacy is the belief that one can perform a
behavior which will have a desired effect.

Bandura

(1977a) hypothesized 4 determinants of efficacy beliefs.
These are:

verbal persuasion, performance attainments,

vicarious experiences, and physiological arousal state.
Much research has examined self-efficacy theory in the
past 12 years, and the research pertaining to selfefficacy and the constructs of intelligence and academic
achievement are of particular interest to this study.
Schunk (1984, 1988) has conducted the most research
on self-efficacy and academic achievement.

The 1984 and

1988 articles are reviews of his findings.

Schunk (1984)

has provided evidence that self-efficacy can be enhanced
through various interventions and that this positively
influences achievement.

He has used attributional

feedback, goal setting, reward contingencies, and
modeling for his interventions.

At first glance Schunk*s
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research appears to be extensive, however, upon closer
scrutiny it is actually quite limited.

Schunk usually

had small sample sizes (less than 15) who were students
evidencing academic difficulties, he measured selfefficacy beliefs for 1 area (e.g., mathematics), and he
measured academic achievement for 1 subject.

Additional

research needs to further investigate the relationship
between self-efficacy and academic achievement using a
larger and more diverse sample and more varied measures
of academic achievement and self-efficacy.
As discussed previously, Gresham et al. (1988a) also
examined the relationship between self-efficacy and
academic achievement.

Academic self-efficacy beliefs

were found to significantly predict academic achievement
as measured by a group-administered achievement test.
This initial research needs to be verified and enhanced
by examining the relationship between efficacy and
achievement as measured by well-standardized and
psychometrically sound measures of each construct.
Several studies have examined the relationship
between self-efficacy and social skills (Gresham et al.,
1988a; Kendell, 1988; Wheeler & Ladd, 1982).

The results

of the Gresham et al. (1988a) study indicated that social
self-efficacy beliefs moderately predicted sociometric
status.

However, these researchers didn't use a direct
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measure of social skills (e.g., a social skills
questionnaire).

Thus, while their research provides some

initial information about such relationships, further
investigation needs to be performed.
No research could be found which investigated the
important relationships with cognitive ability level,
overall academic achievement, or familial variables.
This may be because an adequate measure of self-efficacy
has previously not been available.

Fortunately, the

Student Self-Concept Scale (Gresham et al., in
preparation), a reliable and valid self-efficacy measure,
is now available.

Thus, these important areas can now be

investigated.
The current study was conducted to remediate some of
the deficits in current self-efficacy research as well as
to provide more evidence on the construct validity of the
SSCS.

Specifically, various relationships with self-

efficacy were examined which had previously received
little attention.

These include the relationships with

cognitive ability level, academic achievement, social
skills, and familial variables.
Research Hypotheses
1.

It is hypothesized that the academic factor of the

Student Self-Concept Scale (SSCS), a measure of selfefficacy, will be significantly correlated with
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intelligence test scores-,.

Previous research has shown

that intelligence is related to academic achievement
(Wechsler, 1974; Kaufman & Kaufman, 1983).

Additional

research has indicated that achievement is related to
self-efficacy (Schunk, 1988).
2.

It is hypothesized that the academic factor of the

SSCS will be significantly correlated with academic
achievement test scores.

Gresham et al. (1988a)

demonstrated that the academic factor from the ASSESS, a
forerunner of the SSCS, was a good predictor of academic
achievement as measured by a group achievement test.

The

academic factor of the SSCS is very similar to the
academic factor of the ASSESS, thus it is believed the
SSCS1s academic factor will be significantly correlated
with standardized academic achievement test scores.
3.

It is hypothesized that social skills will be

significantly correlated with the social self-efficacy
factor.

It is also hypothesized that social skills will

not be significantly correlated with the academic selfefficacy factor.

Kendell (1988) demonstrated that social

skills were moderately correlated with the SSCS.
4.

It is hypothesized that family variables (e.g.,

family income, number of siblings) will have a
relationship with self-efficacy beliefs.

These
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relationships have previously not been investigated.
Exploratory analyses will examine these relationships.
5.

It is hypothesized that academic achievement,

intelligence, social skills, and family income will be
significant predictors of self-efficacy.

Academic

achievement and social skills have previously been shown
to be related to self-efficacy, and it is hypothesized
that these constructs, along with intelligence and family
income, will be significant predictors of self-efficacy
beliefs.
6.

It is hypothesized that the resulting analyses will

support the construct validity of the SSCS.

Byrne (1984)

stated that examining relationships within a construct's
nomological network helps provide construct validity
evidence.

It is believed that intelligence, social

skills, and academic achievement are all in the
nomological network of self-efficacy.

Thus, in examining

their relationships to self-efficacy, information about
its construct validity will be produced.
Method
Subjects
Subjects were 52 children ages 8-16 who were
referred for psychoeducational evaluations at a
multidisciplinary evaluation center in a large, southern
metropolitan city.

Additionally, 20 more children ages

Self-Efficacy
29
8-16 were evaluated in locations elsewhere in the South.
Most of these subjects had high intellectual ability
levels and were not evidencing any academic difficulties.
These subjects were utilized in order to obtain a
relatively more heterogeneous sample.

Table 1 presents

demographic data about the subjects.

Insert Table 1 about here

Instruments
One cognitive ability measure, one academic
achievement measure, one measure of social skills, and
one measure of self-efficacy were used to assess the
children.

Additionally, a demographic questionnaire was

used to obtain information on family variables.
The Student Self-Concept Scale (SSCS) (Gresham et
al., in preparation) is a self-report scale on which
students indicate how confident they are that a statement
describes him/herself.

The scale utilizes a 3-point

rating ranging from "0 = Not at All Confident" to "2 =
Confident".

A 7-item lie scale is built into the scale.

Items were generated from items from the domain of selfconcept rephrased in terms of self-efficacy.

Five

underlying factors are hypothesized to exist for the
scale:

Academic Self-Efficacy Beliefs, General Self-
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Efficacy Beliefs, Social Self-Efficacy Beliefs, Physical
Self-Efficacy Beliefs, and Outcome Expectations.

The

scale is currently being standardized, and the number of
items to be included on the final version of the scale
has not yet been determined.

This study used all 75

items which were utilized for the standardization sample.
A preliminary investigation of the SSCS (Kendell,
1988) provided initial evidence for the scale's
reliability and validity.

This research utilized 242

elementary and secondary school students.

The internal

consistency for the scale was .92 and 4 reliable factors
(coefficient alphas were .85 or higher) were obtained.
Additionally, significant correlations were obtained
between the SSCS and 2 measures of self-concept and 1
measure of social skills (Kendell, 1988).
The Wechsler Intelligence Scale for Children Revised (Wechsler, 1974) was used to measure cognitive
ability level.

The WISC-R is the most widely

administered test of cognitive ability with school-age
children (Witt, Elliott, Gresham, & Kramer, 1988).

The

test is comprised of two subscales. Verbal and
Performance, and twelve subtests.
each subscale.

Six subtests are on

The WISC-R is designed to provide a

global measure of intelligence.

It is well standardized

and is statistically and technically adequate (Witt et
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al., 1988).

The full scale score was used as the measure

of intellectual ability.
The Woodcock-Johnson Psvchoeducational Battery fPart
IH

(Woodcock, 1978) was used to measure academic

achievement.

Like the WISC-R, the Woodcock-Johnson is a

widely used, well-standardized and statistically sound
individually administered test (Witt et al., 1988).

The

Woodcock-Johnson contains three tests measuring reading
achievement, two tests measuring mathematics achievement,
two tests measuring written language achievement, and
three tests measuring knowledge.

Only the tests

measuring reading, mathematics, and written language
achievement were used for this study.
The Social Skills Rating System— Student Self Report
Scale (SSRS) (Gresham & Elliott, 1990) was utilized to
measure social skills.

The SSRS is a rating scale on

which students rate their social behavior on a 3-point
frequency dimension (Never True, Sometimes True, Very
Often True).

There are 34 items on the elementary form

and 39 on the junior/senior high form.

Initial evidence

indicates that both versions have a stable factor
structure.

The elementary form has four factors

(Cooperation, Assertion, Self-Control, and Empathy), and
the junior/senior high form has three factors (Selfcontrol, Assertion, and Cooperation).

Preliminary
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evidence also indicates adequate internal consistency
(coefficient alpha = .96), and good criterion-related
validity (Clark, Gresham, & Elliott, 1985; Gresham,
Elliott, & Black, 1987).
Procedure
All parents of students ages 8 - 1 6 referred to the
developmental diagnostic center for a psychoeducational
evaluation were asked for permission for their children
to participate in the study.

They were assured that

confidentiality of their responses would be maintained
and that the data collected on the SSCS and SSRS was for
research purposes only.

Three licensed psychology

examiners with Master's degrees, one licensed
psychologist, and one psychology intern collected the
data at the evaluation center.

Psychology graduate

students as well as school psychology interns collected
the data outside of the center.

The WISC-R was

administered first followed by the Woodcock-Johnson.
Then, the SSCS and SSRS were administered.

All

instructions and items for both scales were on tape.
Subjects simply listened to the tape and put their
answers on the answer sheet.

The order of the SSCS and

the SSRS was varied so that approximately half of the
subjects completed the SSCS first and the other half
completed the SSRS first.
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Results
All data were analyzed using the statistical
programs available with Statsoft, Inc.
consisted of three major types:

The data analyses

(a) correlation

analyses, (b) multiple regression analysis, and
(c) univariate analyses.
Correlational Analyses
A correlational analysis of the data was conducted
first.

This analysis was used to answer the research

hypotheses regarding the relationships between selfefficacy, intelligence, achievement, social skills, and
family variables.

The variables included in this

analysis were as follows:

(a) social self-efficacy,

(b) academic self-efficacy, (c) social skills,
(d) intellectual ability, (e) reading achievement,
(f) mathematics achievement, (g) written language
achievement, and (h) family income.

The correlation

matrix was protected for Type I error rate using a
Bonferroni procedure which set the alpha level at .002.
The correlations which were significant at the .002 level
or higher are presented in Table 2.

Insert Table 2 about here
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As shown in Table 2, it is apparent that the
expected relationships between self-efficacy,
intelligence, achievement, and social skills were
verified.

The academic self-efficacy subscale

demonstrated significant relationships with the full
scale intelligence score, the reading, math, and written
language achievement scores, and both social skills
scores.

The social self-efficacy subscale demonstrated

significant correlations with the math and written
language achievement scores as well as both social skills
scores.
Close examination of Table 2 reveals two clusters of
high correlations.

These clusters are for self-efficacy

and social skills, and for IQ and achievement.

The

correlations between the two self-efficacy scores and
social skills were similar (approximately .70).

The

correlations between the IQ and achievement test scores
ranged from .65 to .89.
Multiple Regression Analyses
A series of exploratory multiple regression analyses
was conducted to provide further information about the
relations between self-efficacy and social skills,
intellectual ability, academic achievement, and income.
The goals were to determine whether these variables
predicted self-efficacy, as well as to obtain the most

Self-Efficacy
35
parsimonious prediction equation.

First, intellectual

ability, social skills, reading, math, and written
language achievement, and family income were entered into
two separate, simultaneous regression equations in order
to determine how well they could predict academic and
social self-efficacy, respectively.

A simultaneous

analysis was completed first in order to determine how
well all of the variables together could predict selfefficacy.

These results are presented in Table 3.

Insert Table 3 about here

As can be seen from Table 3, the equation with
academic self-efficacy as the criterion was significant,
F (6,41) = 12.42, p<.0001, and accounted for 65% of the
variance.

Similar results were obtained with social

self-efficacy as the criterion, F(6,41) = 8.43, p<.0001,
and accounted for 55% of the variance.

Thus, both

regression equations utilizing all variables of interest
were highly significant.
Table 3 also shows that social skills was the only
significant, individual predictor and accounted for much
of the variance in both analyses.

Thus, the exploratory

regression analyses were repeated with social skills
eliminated from the analyses in order to determine
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whether income, intellectual ability, and achievement
could significantly predict academic and social selfefficacy.
Table 4 presents the results of the regression
analyses with social skills removed from the predictive
equation.

With academic self-efficacy as the criterion,

Insert Table 4 about here

the simultaneous regression equation with income,
intellectual ability, and academic achievement was
significant [F(5,55) « 6.18, p<*001], and accounted for
36% of the variance.

With social self-efficacy as the

criterion, the equation was significant [F(5,55) = 2.51,
P<.05] and accounted for 19% of the variance.

Math was

the only significant predictor of academic self-efficacy,
and there were no significant predictors for social selfefficacy.
The last set of regression analyses utilized a step
wise regression procedure in order to obtain the most
parsimonious predictive equation for academic and social
self-efficacy, respectively.
results.

Table 5 presents these
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Insert Table 5 about here

As can be seen in Table 5, social skills as measured
by the SSRS was the best predictor of academic selfefficacy [F(l,51) = 48.66, £<.0001], accounting for 48%
of the variance.

The addition of math achievement

accounted for an additional 16% of the variance, yielding
a significant two-variable model [F(2,49) = 44.18,
p<.0001, R2 = .64].

The addition of written language and

reading achievement, intellectual ability, and income did
not add significantly to the prediction.
Table 5 also shows that social skills was the best
predictor of social self-efficacy [F(l,51) = 50.89,
£<.0001], accounting for 50% of the variance.

The

addition of written language achievement accounted for an
additional 4% of the variance, [F(2,47) = 27.92, £<.0001,
R2 = .54].

Family income, math and reading achievement,

and intellectual ability did not add significantly to the
prediction.
Univariate Analyses
Univariate analyses were utilized to determine if
familial variables were systematically related to selfefficacy beliefs.

Bandura (1981) hypothesized that

various family structure variables may influence self-
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efficacy.

Six univariate t-test analyses evaluated the

relationship between parental marital status, number of
siblings, and age of siblings with academic and social
self-efficacy beliefs.

Academic and social self-efficacy

beliefs were the dependent variables in all analyses.
The independent variables were:

(1) parent's marital

status (married or divorced), (2) number of siblings (0
or more than 0), and (3) siblings age (within 4 years of
subject or not).
significant.

None of the univariate analyses were

Additionally, family income was included in

the correlational analysis and failed to reach
significance for self-efficacy.
Discussion
The purposes of the present study were to explore
some facets of the self-efficacy construct which had
previously received little investigation, and to provide
further construct validity evidence for the Student SelfConcept Scale (SSCS).
efficacy measure.

The SSCS was used as the self-

This is a new scale which is in the

process of being standardized and published.

It contains

subscales which measure academic, social, physical, and
general self-efficacy beliefs.

Additionally, it contains

a 7-item lie scale, and a 15-item scale which measures
outcome expectations.

The relationships between academic

and social self-efficacy, intelligence, academic
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achievement, social skills, and various familial
variables (e.g., marital status and income) were examined
in this study.

The following discusses the results with

respect to the hypotheses.
It was hypothesized that significant correlations
would be obtained between the SSCS academic factor and
intellectual ability and academic achievement.

The

correlational analysis revealed the expected significant
correlation between the SSCS academic factor and the
intelligence quotient obtained from the WISC-R.

One

possible explanation for this finding is that the
academic self-efficacy factor may simply measure beliefs
about behaviors that students with higher abilities can
perform more competently than students with lower
abilities.

For example, one academic self-efficacy item

states "I can do my math work without help".

It's

plausible to expect a student whose intellectual ability
level is in the high average range (110-120) to feel more
efficacious at doing math independently than a student
whose intellectual ability is in the low average range
(80-90).
Another possible explanation for the moderately
strong relationship between intelligence and academic
self-efficacy relates back to Bandura's postulates in his
original treatise on self-efficacy.

Bandura (1977a)
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hypothesized that there are four determinants of selfefficacy, and he postulated that performance attainments
are the most influential determinant.

Performance

attainments are most influential because they are based
on one's own experiences (Bandura, 1977a).

It is likely

that students with lower intellectual ability levels have
had to struggle harder to attain academic success and
have had somewhat fewer successful learning experiences
(performance attainments) than students with higher
ability levels.

Consequently, their self-efficacy

beliefs are not as strong as higher ability students who
have had more academic performance attainments.
Potential evidence for this hypothesis is provided by the
significant correlation between intellectual ability and
academic self-efficacy.
Bandura (1977a) also stated that cognitive
processing plays an important role in determining how
efficacy information is integrated.

Integrating and

forming efficacy beliefs can be somewhat complicated
because efficacy information is obtained from several
sources, and social and situational circumstances also
can influence their formation (Bandura, 1977a).

Although

intellectual ability is not the same as cognitive
processing ability, it's possible that students with
lower intellectual ability levels have more difficulty
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processing and integrating self-efficacy information.
This may then lead to lower self-efficacy beliefs.

Thus,

cognitive processing ability may be an intervening
variable in the relationship between intellectual ability
and academic achievement.

Further research is necessary

to elucidate the relationships between intellectual
ability, cognitive processing ability, and academic selfefficacy.
No doubt many other factors may help explain the
relationship between academic self-efficacy and
intellectual ability.

The results of this correlational

analysis cannot determine a causal direction, nor
determine any intervening variables.

No previous

research evaluating the relationship between selfefficacy and intelligence could be found, especially for
school-aged children.

Thus, this research provides some

important preliminary information about the relationship
between these two constructs.

However, further research

is necessary in order to provide answers to the questions
which arise from this discovery.
Significant correlations also were obtained between
the academic self-efficacy factor and all three
achievement scores.

Previous research had demonstrated

that the ASSESS, which was a forerunner of the SSCS, was
a good predictor of academic achievement.

Schunk (1984,

Self-Efficacy
42
1988) provided evidence that enhancing academic selfefficacy beliefs improved mathematics achievement.
However, research had not examined the relationship
between self-efficacy and academic achievement as
measured by a standardized achievement test.

The current

study provided additional useful information because more
comprehensive measures of both self-efficacy and
achievement were used.
The moderately strong, significant correlations
between academic self-efficacy and the three achievement
areas indicate that as self-efficacy increases, so does
academic achievement.

This relationship is illustrated

by examining the three SSCS "reading" items.

These are

"I can read instructions in a book and follow them
correctly", "I can follow my teacher's directions for
doing my reading work", and "I can read aloud in class
without feeling nervous".

The significant correlations

which were obtained provide evidence that students who
feel more efficacious in doing these three things also
achieve in reading at a higher level than less
efficacious students.
This finding is important to note, especially
because the SSCS was utilized to measure self-efficacy.
As was discussed previously, the SSCS is behaviorally
based.

Because it is comprised of individual behaviors,
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it's possible to examine a student's responses and to
develop interventions to teach the student those
behaviors which they rated as "Not Confident".

Then, as

academic self-efficacy increases, academic achievement
may improve as well.

Further research is necessary to

determine if academic achievement improves as a result of
enhancing self-efficacy beliefs, as well as to provide
more clarification of the association between academic
self-efficacy beliefs and academic achievement.
The third research hypothesis postulated that the
correlation between academic self-efficacy and social
skills would be weaker than the correlation between
social self-efficacy and social skills, with the latter
being significant.

However, the correlational analysis

revealed strong, significant correlations between both
social skills and social self-efficacy and social skills
and academic self-efficacy.

There are several possible

explanations for this unexpected finding.

First, many

academic self-efficacy items contain a "social skills"
component.

For example, the SSCS item "I can use a nice

tone of voice in classroom discussions with my teacher"
is an important academic behavior that is primarily
interpersonal in nature.

Other academic self-efficacy

items which are interpersonal in nature include "I can
ignore classmates when they whisper or talk during class"
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or "I can speak in class when my teacher calls on me".
Thus, perhaps the significant correlation between
academic self-efficacy and social skills was obtained
because many academic self-efficacy behaviors also are
interpersonal in nature.
The SSRS and the SSCS academic factor have some
similarity in item content.

Examples of items which have

similar content include "I can listen to my teacher talk
about a subject for 20 minutes" (SSCS), and "I listen to
the teacher when a lesson is being taught" (SSRS),

or "I

can ignore classmates when they whisper or talk during
class" (SSCS) and

"I ignore classmates who are clowning

around in class" (SSRS) (please see the Appendices for a
complete list of the items).

Therefore, the modest

degree of similarity in item content may be another
reason the correlation between academic self-efficacy and
social skills was similar to the correlation between
social self-efficacy and social skills.
Overall, these findings provide additional evidence
for the relationship between self-efficacy and social
skills.

Previous research has demonstrated relationships

between social self-efficacy and sociometric status
(Gresham et al., 1988b) as well as self-efficacy and
social skills (Kendell, 1988).

Both the SSRS and the

SSCS are comprised of specific behaviors, which makes it
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possible to ascertain which self-efficacy or social
skills behaviors contribute to the student's overall
beliefs.

Thus, if a student obtained a low score,

specific strategies could be designed and implemented to
remediate the self-reported deficits.

Enhancing low

self-efficacy beliefs may lead to enhanced social skills
beliefs, and vice versa.

Additional research is

necessary to explore this hypothesis.

Future research

also should evaluate the relationship between selfefficacy and social skills using measures which have
little or no overlap in item content.
Several exploratory univariate analyses were
conducted using academic and social self-efficacy as
dependent variables and various family variables as
independent variables.

It was hypothesized (hypothesis

#4) that certain family characteristics such as the
number of siblings or parental marital status would have
a systematic relationship with a child's self-efficacy.
However, no significant differences in self-efficacy
beliefs were found for different family variables.

A

possible explanation for this result is that only the
social and academic self-efficacy subscales of the SSCS
were included in this study, and the items on these
scales are strongly related to the school environment.
For example, whether or not a child feels confident in
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asking the teacher a question wouldn't necessarily be
affected by parental marital status or number of
siblings.

Family variables may be more likely to be

related to general self-efficacy beliefs, or efficacy
beliefs pertaining to the home environment.

Further

analyses of familial influences on self-efficacy should
be conducted.
As hypothesized (hypothesis #5), academic
achievement, intelligence, social skills, and family
income significantly predicted both academic and social
self-efficacy when entered into exploratory simultaneous
regression equations.

These variables accounted for a

sizable amount of variance (65% for academic selfefficacy and 55% for social self-efficacy).

Social

skills was the only significant predictor and accounted
for the most variance in both equations.
The next set of exploratory analyses eliminated
social skills in order to determine whether the remaining
variables could significantly predict self-efficacy.
Intellectual ability, academic achievement, and income
significantly predicted academic (pc.OOl) and social
self-efficacy (p<.05).

However, much less variance was

accounted for (36% and 19%, respectively) than when
social skills was included in the analyses.
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Simultaneous regression analyses provide information
regarding whether a group of variables can predict
another variable.

It was interesting to discover that

all the variables (i.e., social skills, academic
achievement, intellectual ability, and family income)
could be combined to significantly predict self-efficacy.
However, simultaneous regression analyses cannot provide
adequate information to determine which variables can be
combined to obtain the most parsimonious prediction
equation.

Step-wise regression analyses were utilized to

obtain this information.
The exploratory step-wise analyses demonstrated that
social skills and math achievement best predicted
academic self-efficacy, while social skills and written
language achievement best predicted social self-efficacy.
Both two-variable models reached significance, and
accounted for approximately the same amount of variance
as did the six-variable model utilized in the
simultaneous analyses.

Thus, the results of this study

indicate that social skills and one area of academic
achievement are good predictors of self-efficacy beliefs.
It must be remembered that high correlations were
obtained between the IQ and academic achievement test
scores.

Such high correlations result in redundant

information in regression analyses.

Thus, for the

Self-Efficacy
48
present regression analyses, social skills and one area
of academic achievement were sufficient to significantly
predict self-efficacy.
Many variables which are part of self-efficacy's
nomological network were examined in this study.

A

construct's nomological network consists of all
constructs which are related to it.

It is important to

examine a construct's nomological network so that
construct validity information can be provided.

This is

particularly necessary for constructs such as selfefficacy which cannot be empirically defined (Byrne,
1984).

Construct validity of a measure, of course,

should be well-established before it is ever used
publicly.
The last hypothesis stated that the analyses
completed in this study would provide useful construct
validity information for the SSCS.

The nomological

network variables included in this study were
intellectual ability, academic achievement, social
skills, and family variables.

Significant correlations

were obtained between many of the variables, and the
aforementioned variables were able to significantly
predict academic and social self-efficacy.

Therefore,

additional evidence for the construct validity of the
SSCS was provided by this study.
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There are several concerns from this study that
future research should address.
regards the subject sample.

The first concern

Approximately 75% of the

present sample were students who were referred for
psychoeducational evaluations.

This high proportion of

referred students greatly hinders the generalizability of
the results to other samples.

Future research should

evaluate the relationships between self-efficacy,
intelligence, academic achievement, and social skills
using a non-referred sample.
The second concern also relates to the subject
sample.

Although students with a wide range of

intellectual abilities were utilized (see Table 1),
approximately half of the subjects had intellectual
ability scores in the range of 80-100.

Additionally, the

majority of subjects in this study were in grades 3-6.
Thus, the analyses no doubt suffered from a restriction
of range of both IQ scores and grade level.

Future

research should attempt to overcome these restriction of
range problems.

If future research can master these

difficulties, the generalizability of the results should
improve, and the strength of the relationships among the
variables should be enhanced.
The present study generated several practical
implications as well as future research needs.

As stated
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previously, a primary benefit of the SSCS is its
behavioral emphasis.

This emphasis is useful because

it gives the scale treatment validity.

Bandura (1977a,

1986) suggests that interventions serve as a means of
creating and strengthening expectations of personal
efficacy.

Thus, the information garnered from the SSCS

may be utilized to design interventions that may enhance
the student's level and strength of self-efficacy
beliefs.
Another implication of the current study regards the
need for future research.

The present study's results

provide tentative information about the relationships
between self-efficacy, intelligence, academic
achievement, and social skills.

Future research needs to

expand on the results of this study and clarify these
relationships.

For example, future research needs to

evaluate the relationship between self-efficacy and
social skills using measures which have little or no
overlap in item content.

Research is also necessary to

further evaluate the relationship between self-efficacy
and various familial variables.

Additionally, future

research needs to evaluate the treatment validity of the
SSCS.

Gresham et al. (1988b) and Schunk (1984, 1988)

discuss various interventions which have been used
successfully to enhance student's self-efficacy beliefs.
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These interventions include such things as participant
modeling, attributional feedback, and role play.

Future

research should attempt to enhance self-efficacy beliefs
by employing efficacy-based interventions, and should
carefully evaluate the outcomes.
An important need for future research is to
synthesize and critique the various social cognitive
theories of behavioral change.

These theories include

self-efficacy, learned helplessness, achievement
motivation, attributions, and locus of control.
Additionally, various "self" theories such as selfconcept and self-esteem are occasionally utilized to
explain behavior.

These theories are similar in many

ways, but differ in their unique interpretation of how
cognitions and self-percepts relate to behavior.

Future

research should attempt to integrate their similarities
and clarify their differences.

A void currently exists

in the literature because of this lack of synthesis of
similar theories.
In summary, the primary purposes of the current
study were to explore the nomological network of selfefficacy and to provide more information on the construct
validity of the SSCS.

Kendell (1988) had provided some

preliminary evidence for the construct validity of the
SSCS.

That study revealed significant relationships
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between the SSCS, 2 measures of self-concept, and
sociometric status.

This study found significant

relationships between the SSCS, intellectual ability,
academic achievement, and social skills.

These two

studies complement each other, and together provide much
valuable information about the construct of self-efficacy
and the construct validity of the SSCS.

Future research

should attempt to address the concerns of the current
study, and should strive to provide further clarification
of self-efficacy's network of relationships.
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Appendix A
Academic Self-Efficacy Items

1. I can read aloud without feeling nervous.
2. I can sit in class without daydreaming during a
lesson.
3.

I can use a nice tone of voice in classroom

discussions with my teacher.
4.

I can sit at my desk for 2 minutes without moving

around or fidgeting.
5. I can finish my classwork on time.
6. I can listen to my teacher talk about a subject for
20 minutes.
7.

I can ask for my teacher's help without feeling

ashamed or upset.
8. I can laugh at myself when I make silly mistakes.
9. I can read instructions in a book and follow them
correctly.
10.

I can follow my teacher's directions for doing my

reading work.
11.

I can ignore classmates when they whisper or talk

during class.
12.

I can do my math work without help.

13.

I can speak in class when my teacher calls on me.
62
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14.

I can listen when my teacher is presenting a lesson.

15.

I can remember when class projects are due.

16.

I can follow classroom rules.

17.

I can do my homework on time.

18.

I can go to the board and do work when my teacher

asks me to.
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Appendix B
Social Self-Efficacv Items

1.

I can ask my teacher for help when others hit me or

push me around.
2.

I can stand up for my friends when others treat them

unfairly.
3.

I can tell adults when they have done something nice

for me.
4.

I can introduce myself to new people without being

told to by others.
5. I

can politely refuse to do things that are wrong

even when other kids try to talk me into doing them.
6. I

can make friends easily.

7. I

can control my temper in arguments with other kids.

8.

I can ask classmates to play a game with me.

9.

I can end arguments with my parents calmly.

10.

I can say nice things to classmates when they have

done something well.
11.

I can tell kids my age that I like them without

feeling embarrassed.
12.

I can ask other kids if I may join the game they are

playing.
13.

I can show others that I feel good about myself.

14.

I can take turns in games or other activities.
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15.

I can tell my teacher when he or she has accused me

of doing something I didn't do.
16.

I can talk things over calmly with kids my age when

we disagree.
17.

I can

ignore classmates when they tease me or call

me a name.
18.

I can tell classmates how I feel when they upset me

or hurt my feelings.
19.

I can share my possessions with others.

20.

I can do things to be liked by my classmates.
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Appendix C
Social Skills Questionnaire - Grades 3-6

1. I make friends easily.
2. I smile, wave, or nod at others.
3. I ask before using other people's things.
4. I ignore classmates who are clowning around in class.
5. I feel sorry for others when bad things happen to
them.
6.

I tell others when I am upset with them.

7.

I disagree with adults without fighting or arguing.

8. I keep my desk clean and neat.
9. I am active in school activities such as sport or
clubs.
10. I do my homework on time.
11. I tell new people my name without being asked to
tell it.
12.

I control my temper when people are angry with me.

13. I politely question rules that may be unfair.
14. I let friends know I like them by telling or showing
them.
15. I listen to adults when they are talking with me.
16. I show that I like compliments or praise from
friends.
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17.

I listen to my friends when they talk about problems

they are having.
18.

I avoid doing things with others that may get me in

trouble with adults.
19.

I end fights with my parents calmly.

20.

I say nice things to others when they

havedone

something well.
21.

I listen to the teacher when a lesson is being

taught.
22.

I finish classroom work on time.

23.

I start talks with class members.

24.

I tell adults when they have done something

for me

that I like.
25.

I follow the teacher's directions.

26.

I try to understand how my friends feel when they

are angry, upset, or sad.
27.

I ask friends for help with my problems.

28.

I ignore other children when they tease me or call

me names.
29.

1 accept people who are different.

30.

I use my free time in a good way.

32.

I use a nice tone of voice in classroom discussions.
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33.

I ask adults for help when other children try to hit

me or push me around.
34.

I talk things over with classmates when there is a

problem or an argument.
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Appendix D
Social Skills__Questionnaire - Grades 7-12

1.

I make friends easily.

2.

I say nice things to others when they have done

something well.
3.

I ask adults for help when other children try to hit

me or push me around.
4.
5.

I am confident on dates.
I try to understand how my friends feel when they are

angry, upset, or sad.
6.

I listen to adults when they are talking with me.

7.

I ignore other children when they tease me or call me

names.
8.

I ask friends for help with myproblems.

9.

I ask before using otherpeople's

10.

I disagree with adults without fighting or arguing.

11.

I avoid doing things with others that may get me in

things.

trouble with adults.
12.

I feel sorry for others when bad things happen to

them.
13.

I do my homework on time.

14.

I keep my desk clean and neat.

15.

I do nice things for my parents like helping with

household chores without being asked.
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16.

I am active in school activities such as sports or

clubs.
17.

I finish classroom work on time.

18.

I compromise with parents or teachers when we have

disagreements.
19.

I ignore classmates who are clowning around in

class.
20.

I ask someone I like for a date.

21.

I listen to my friends when they talk about problems

they are having.
22.

I end fights with my parents calmly.

23.

I give compliments to members of the opposite sex.

24.

I tell other people when they have done something

well.
25.

I smile, wave, or nod at others.

26.

I start conversations with opposite-sex friends

without feeling uneasy or nervous.
27.

I accept punishment from adults without getting mad.

28.

I let friends know I like them by telling or showing

them.
29.

I stand up for my friends when they have been

unfairly criticized.
30.

I invite others to join in social activities.

31.

I use my free time in a good way.

32.

I control my temper when people are angry with me.
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33.

1 get the attention of members of the opposite sex

without feeling embarrassed.
34.

I take criticism from my parents without getting

angry.
35.

I follow the teacher's directions.

36.

X use a nice tone of voice in classroom discussions.

37.

I ask friends to do favors for me.

38.

I start talks with classroom members.

39.

I talk things

over with classmates when there is a

problem or an argument.
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Table 1
Subject Demographic Information

Subject
Characteristics

Average

Range

Age

10.70

8-16

Grade

4.83

2-11

Family Income

23,000

5 - 70,000

Number of Siblings

1.34

0-5

Intellectual Ability

99.53

66 - 137

Reading Achievement

97.70

65 - 135

Math Achievement

96.81

65 - 135

Written Language Achievement

96.94

65 - 135

72
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Table 2
Correlation Coefficients

AC. S-E

Read

Math

W.L.

Ach.

Ach.

Ach.

.40

.56

.46

.17

.34

.28

.36

.36

.18

.26

.15

.26

.22

.01

.48

.76

.62

.85

.65

1.00

j_Zi

.77

.65

.30

1.00

.73

.89

.40

1.00

.70

.38

Soc.

S-E

S-E

(El) (J.S. )

1.00

.66

.70

.79

1.00

.71

.77

SOC. S-E

SS

SS

Ac.

1.00

SS-El

1.00

SS-J.S.
IQ
Read Ach.
Math Ach.

IQ

Wr. L. Ach.

1.00
1.00

Income

Note;

In.

Signicant correlations are underlined.

The above abbreviated correlations are ; Ac. S-E =
Academic Self-Efficacy, Soc. s-E = Social Self-Efficacy,
SS (El) = Social Skills Rating System - Elementary
Version (n=54), SS (J.S.) = Social Skills Rating SystemJunior/Senior High Version (n=13), Wr. L. Ach. = Written
Language Achievement
E < .002
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Table 3
Predicting Academic and Social Self-Efficacv Using
Multiple Regression Analysis

Social Self--Efficacy

Academic Self-Efficacy
Prediction
Variable

Criterion
Value

Prediction
Variable

Constant

-12.96

Constant

Criterion
Value
-5.07
.65**
(.11)

SSRS

.57**
(.09)

SSRS

Math
Achievement

.32
(.16)

Written Language .20
Achievement
(*24)

Written Language
Ach ievement

.23
(-21)

Income

.11
(.11)

Reading
Achievement

-.20
(.23)

Reading
Achievement

-.09
(.26)

Intelligence
Quotient

.08
(.15)

Math
Achievement

.05
(.18)

Income

.02
(.10)

Intelligence
Quotient

.03
(.17)

12.42**

F-statistic

8.43**

F-statistic
R2

.65

R2

.55

Adjusted R2

.59

Adjusted R2

.48

Note: Standard errors are in parentheses.
** = E < .0001

*
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Table 4
Predicting Academic and Social Self-Efficacv without
Social Skills

Academic Self-Efficacy

Social Self-Efficacy

Prediction
Variable

Prediction
Variable

Criterion
Value

Criterion
Value

.83

Constant

Math
Achievement

.44*
(.19)

Written
Language

.46
(.27)

Reading
Achievement

-.39
(.26)

Reading
Achievement

-.42
(.30)

Written Language
Achievement

.38
(.24)

Math
Achievement

.18
(.21)

Intelligence
Quotient

.19
(.18)

Intelligence
Quotient

.17
(.20)

Income

-.02
(.12)

Income

.06
(.13)

F-statistic

6.18**

F-statistic

2.51*

Constant

12.99

R2

.36

R2

.19

Adjusted R2

.31

Adjusted R2

.11

Note; Standard errors are in parentheses.
*

E

<

•05

** B < .001
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Table 5
Stepwise Regression Results

Step

Variable

Multiple

Sig.

No.______ Entered_______________

<Jf_F value

Level

(a) Academic Self-Efficacy
1

SSRS-Elementary

.488

1 ,5 1

48 .6 6

P C . 00

2

Math Achievement

. 6 43

2,49

44.18

P C. 00

3

Written Language

.647

3,4 6

28 .1 5

P C . 46

4

Reading

.6 4 9

4 ,4 5

20 .8 1

P C. 64

5

IQ

.651

5,44

16.43

P C . 61

.651

6 ,4 1

12.77

P C . 88

6

Income

(b) Social Self-Efficacy
1

SSRS-Elementary

.499

1 ,5 1

50.89

P C . 00

2

Written Language

.543

2,47

27.92

PC . 03

3

Income

.554

3,44

18.26

PC . 29

4

Math

.555

4,43

13.44

PC . 64

5

Reading

.5 5 7

5,42

10.60

PC. 75

6

IQ

.558

6 ,41

8.64

PC . 82
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